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Not a
Donald W. Forrester, Editor

Anyone who believes teaching is or ever can be a perfect science is either woefully inexperienced or just hasn't
been listening. At the recent Georgia
on
College and University Teaching, March 18-19, it was
astounding to observe the
of philosophy,
sentation mode, technological skill, and divergent
about teaching. Not that the dialogue was unfriendly, it
was anything but.
one could not help but marvel at the pedagogical diversity advocated by these dedicated, enthusiastic, successful colleagues.
There was a time when college professors didn't want
to talk much about these things. Teaching methods were
for elementary teachers, we thought. When, through trial
and error or emulation of our favorite professors, we
stumbled upon a successful teaching style, then the tendency was to guard it closely as though it were our own
("I don't know how I do it; I guess I'm just a natural.").
Thankfully, that day has passed. A growing number of
college and university professors are honing their teaching
skills purposefully and seriously. They are talking about,
writing about, and studying the art and science of teaching in a scholarly, professional manner. Will we ever find
the answer? Never! Teaching is not that kind of enterprise.
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There are too many variables, too many personal differences, too many learning styles, and too many disciplinespecific requirements. What we are discovering is a treasury of different solutions to the
of teaching.
The authors represented in this publication grapple
with the important questions about teaching and learning.
More importantly, they seek new questions. They do not
always agree with one another, nor will the reader
embrace everything printed herein. But what a marvelous
quest!
Several articles, both in this issue and the next, are
based upon presentations made at the 1999 Georgia
Conference on College and University Teaching. Authors
represent a wide range of disciplines, including English,
business, chemistry, education, computer science/information technology, mathematics, speech, public administration, and more. Many articles have broad, interdisciplinary application. All are thoughtful and scholarly, without
being arcane. Chances are you will find something with
which you can identify; maybe you'll even encounter an
idea that will move your teaching in a new direction.
Hopefully, you will be moved to share with our readers
your own thoughts, discoveries, and explorations.
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Views of College Teaching
Jack T. Hasting, Jr., Assistant Professor of Sociology, Anthropology and Criminal Justice and Jane Zahner, Associate Professor of
Instructional Technology, Valdosta State University

On many campuses there is a perception that professors and students in the College of Education have quite
different educational philosophies and expectations compared to those in the College of Arts and Sciences. 'Iwo professors at Valdosta State University live these perceived
differences at home and at work. These differences often
lead to "lively debates" and to widely varied approaches in
the classroom. They may also lead to differing outcomes
for their students. Dr. Jack Hasling, Department of
Sociology, Anthropology and Criminal Justice, and Dr. Jane
Zahner, Department of Secondary Education, Curriculum
and Instructional Technology, have long experience with
teaching and marriage (to each other). In a conference session they took a "Point/Counterpoint" approach to topics
important in college teaching. From the "E" (education)
position of Dr. Zahner to the "A&S" (arts and sciences)
position of Dr. Hasling, they led their colleagues in a discussion of:
• Objectives: What do we want (them to know and be able
to do)?
• Leaming strategies and study skills: Theirs or ours?
• Student motivation, satisfaction and retention: Who's
responsible?
• Instructional technology: Why?
• Assessment vs. grading: Can they all be above average?
At the beginning of the conference session, the sociologist administered a brief questionnaire of items which discriminated audience positions on the above topics on a
continuum from the "E" position to the "A&S" position.
These discriminations were broad and general and did not
allow for a middle position. After audience members
marked their questionnaires, the educationalist instructed
"learners" in the use of their audience response cards. If
participants had marked "agree" or "strongly agree"" to
statements, they were to raise their electric green "E" card;
if their response was "disagree" or "strongly disagree"
they were to raise a flamingo pink card printed with
"A&S". As each item, or pair of items was read by the presenters, a visual "vote" showed the prevalent and dissident
views in the room. This provided a good way to start the
discussion about each of the following topics:
Objectives
In the discussion of the role of objectives in college
teaching the majority of the eight participants felt that students should be informed of the specific objectives of
lessons/tests, and that syllabi should link objectives with
student assessment methods. These statements describe
practices that are nearly gospel in traditional teacher education. Dr. Hasting and a minority of session participants

felt that such specific linkages limited opportunities for
"creative moments" during class lectures and discussions.
Similarly, those of the "A&S" perspective argued that strict
adherence to objectives in testing procedures minimize
"learning to learn" as an outcome of test preparation without specific learning objectives.
Leaming strategies and study skills
Participants in the session were more evenly divided
on these two sub-topics. In responding to the statement,"
study guides should be provided in all courses," most felt
that the use of study guides sent the message to students
that what was in the study guide was all that they needed
to learn. Conversely, the majority of the session participants felt that "college professors should teach learning
strategies". This led to an interesting discussion about
whether it was sufficient to model and demonstrate learning strategies or whether a more direct instructional
approach was needed.

Student motivation
A majority of session participants raised the "E" position card on this pair of items, indicating that they believed
that "it is a college professor's responsibility to motivate a
student to learn" and "motivational strategies are a necessary part of college level instruction." Professors from more
traditional A&S perspectives tended to feel that motivation
had to come from the student for learning to occur. This part
of the session produced the liveliest debate from both the
"E's" and the "A&S's". Various definitions of motivation
and motivational strategies were offered by Dr. Zahner.
Student satisfaction and retention
In their responses to the items, "student satisfaction
should be a major concern of college professors" and
"retention should be a major goal of college professors,"
the majority of session participants indicated the belief that
student satisfaction and student retention should be major
considerations for college professors. Only Dr. Hasling and
two other participants felt otherwise. This topic also
sparked a good discussion and all participants seemed to
feel that their respective institutions were very concerned
about student retention.
Instructional technology
Questionnaire responses to "college professors should
use technology in teaching their classes" were evenly split.
Because of time limitations, discussion was limited.
However, it was clear that participants consider using technology in their teaching strategies. Again, definitions of
teclmology use varied greatly. It was obvious that faculty
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are under a great deal of pressure to use technology without a clear and unifying reason to do so.
Assessment vs. grading
Again, discussion was limited due to time considerations. Questionnaire responses suggested that the majority
(but not all) disagreed that "testing is not essential in college instruction". Dr. Zahner, a minority in the "E" position
acknowledged that the content and level of the courses she
presently teaches influenced her response. Most did not
feel that "in an introductory class the average grade should
be a "C". However, this seemed to be contradicted by their
responses to an item which suggested that all students
could be "above average" (i.e., the Lake Wobegon effect). A
discussion of grade inflation, Hope Scholarships, and other
related issues was in full force when it was time for thesession to end.
Summary
One last item on the questionnaire was labeled "the
mystery question." The subtitle of this presentation, "Can
those of different educational faiths live and work together?" was stated orally and the audience was hold up their

hands in response to the answers "No", "Yes" and
"Maybe". All responded with "yes" or "maybe" which
was not surprising considering the rapport which had
developed in the group during the session. The group did
have differing educational views and had done an excellent job of working together.
As expected, the differences between the "E" s and the
"A&S's" were not clear-cut. The session was, hrntAT"''""''"
for friendly,
discussion of
ing issues with a view toward uncovering the basic
that guide our teaching. Audience members
were appreciative of the format of the session that allowed
and depended upon their experience and involvement.
The presenters and participants were unanimous in
their feeling that the topics and debates covered in the session were important and worth further examination. Most
of the participants were experienced teachers (over five
years of teaching experience) and had obviously engaged
these pedagogical issues on an ongoing basis in their teaching careers. Opinions were strong but not inflexible. The
presenters felt that the responses in the session suggest that
they should pursue further research in the areas discussed.
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Ellen W.
Associate Professor of Curriculum and Instruction and Catherine B.
Valdosta State

Professor of Curriculum and

students to immerse themselves in the
literature is sometimes difficult. Content

The
content analysis
and to describe a successful content
project used
with
students to ----~--~~ discovery of trends
and issues in Pr<)te:ss1c:n
As a research methodology, content analysis is not
new. "Empirical
into communications content"
were used in the late 1600's by the Church when its leaders were worried about nonreligious messages in newspapers. As a term, content analysis is only about 50 years old;
however, it did not appear in Webster's Dictionary of the
English Language until 1961 (Krippendorff, 1980).
Content analysis has been used most in the social sciences
but its value in studying symbolic phenomena is rapidly
spreading to other disciplines.
Weber (1990) gives several purposes, advantages, and
issues of this investigative approach. Purposes include:
disclosing/ comparing differences in communication content, coding open-ended questions in surveys, detecting
the existence of propaganda, reflecting cultural patterns
and describing trends in communication content.
Advantages include: operating directly on human communication, using qualitative and quantitative operations
on text, generating data from documents that span long
periods of time, and assessing change through unobtrusive measures. Issues include consistency in classification,
appropriate use of simple and complex techniques, computer options, and interpretation of findings. Experts
agree that there is no right way to do content analysis. The
most important principles are clearly to define/explicate
your procedures and consistently follow them.
The basis for our project came from a text previously required for one of the master courses, Trends in
Educational Technology 1995 (Ely, 1996). This small monograph details the methodology and identifies trends found
in 1,200 instructional technology documents Gournal articles, conference proceedings, dissertations). We adapted
the process (See steps below), and made it an assignment
in the beginning courses of both our Instructional
Technology Masters and Curriculum and Instruction
Doctoral programs. IT and C&I students have found content analysis to be challenging and rewarding. Because

of

the

of trends and issue in their own field, but also
to learn more about Lltose of their peers.
a group
session in
each student conducts a study of
one approved journal. Upon completion, they present
their findings to the whole class. Below are the adapted
procedures that we used:
Steps for Content Analysis of Professional Journals Project:
1. Select journal: Identify a journal in your field, preferably
one you do not read regularly. Secure access to at least 12
consecutive, current issues.
2. Select trends: Brainstorm a list of trends you expect to
find in the journal. Narrow your list to 4-5.
3. Identify recording units for each trend: Recording units
are terms or themes that would be associated with a trend,
terms that would fit under the trend. Limit recording units
to ten or less per trend.
4. Define recording units: In order to make consistent
judgments about where articles fit within the trends you
identified, definitions for the recording units are necessary.
5. Read articles: Skim each article in your journals to determine appropriate recording units within it. You may
decide to adjust trends and/ or recording units based on
what you discover in this step.
6. Record trend(s) for each article: While reading/skimming the article, use a recording sheet to keep a record of
each unit and trend found in each article.
7. Compile the results and graph t11e findings: After totaling the w1its recorded for each trend, produce a graph
using PowerPoint.
8. Summarize each trend to be included in your content
analysis report: Prepare a written summary for each trend,
including references to specific articles to support trends.
9. Write content analysis report: Include journal title,
description, a list of the issues used, summaries of each
trend, graph of results, recording unit definitions, and references of articles surveyed.
Used as a course assignment, content analysis projects can
be satisfying for both instructors and students. Whether
they analyze historical documents, current newspaper
articles, or highly technical scientific reports; whether they
use a simple human coding scheme or an elaborate computer analysis; students reap benefits from the process and
the product. They increase their knowledge and skills in
research and in their discipline.
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Ronald A.

Main Goals of the Educational Process
of the educational process are to teach
students to:
communicate
(3) master basic math and nrt~nLOIT'I
think
The
matter of many
courses that serve
as a vehicles for the
of the four fundamental skills.

their
as professionals they will lose more than
letter
An MIT study showed that about 30% of all industrial professional activities involved writing. If students can't
explain material in complete grammatically correct senThe fact
tences, their mastery of the material is
is, of course, that the abilities to read carefully, to think
analytically, and to communicate with both economy and
precision have always been marketable skills.
I try to develop communication skills, in
incorporating essay questions on all one-hour examinations and
on most daily quizzes. My essay questions are usually one
of two types: (1) Write a paragraph
how to solve
a problem, and (2) Write a paragraph
an unusual and interesting.question in chemistry.
Questions on Problem Solving
I have developed a problem-solving
which
includes verbs and nouns along with traditional units. TI1e
following are two
of this
Problem #1: Bob buys six candy mints. Each mint costs 5
cents. How much do the mints cost Bob?
(5 cents cost)
(6
mints
- - - - - - - - = 30 cent cost
candy mints bought
Translation
Six
every

Since it costs 5 cents for

Problem #2: When 500 students were questioned, 10 percent said
liked
How many of these students
like Pepsi?
Expanded Dimensional
Solution:
(500 students
were questioned)

(10 students
like
100 Students
were questioned

50 students
like Pepsi

Translation (Essay Format):
Five hundred students were questioned. Because 10
students said that they liked Pepsi out of every one hundred students questioned, then 50 of the questioned students liked Pepsi.
6
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Students more
follow my solutions and students are forced to think a little more
this
'm~r.~r·•~r benefit to this
translated into written
ue1mcms on Unusual and
Phenomena
This author has published a repertoire of some 500
engaging
that can be used to
stimulate student interest. For
when discussing
rather than
students
random numbers, why not
ask students to find the
at which Hell freezes
over in
Fahrenheit or in Kelvins? If teachers don't
have time to
how they know Hell's .~ ..··~·~·~
teamers can give a reading assignment such as, "Read
how to determine the temperature at which Hell freezes
over. Tomorrow, an essay
will be
that requests
that many
the logic used in this determination." I
(if not most) teachers will accept that daily essay rw•>rr•r<>
using this or any material in combination skills.
Other
of
topics include the Loch
Ness Monster and the Killer Lake of Cameroon. Questions
and answers related to these and other topics are available
upon
from the author and on the World Wide Web
http:/ /www.educationcenter.org.

to develop
study habits
giving daily
which count 30% of the final grades.
Basic Math Skills
I
to
basic math skills
estimation skills and scientific calculator and
nn>tu·1Pr1rv '-'"'""'V"·" of estimation skills that should be
to
notation
and determining that sin

In addition to the use of essay
op
skills by asking pre- and
questions such as, "Does the
make sense?" and "Does
this answer make sense?"
we must realize that the
are but one facet of our students' overall
education. There are also general and universal concerns
that need to be addressed, e.g., the development of regular study habits and the honing of communication and
.1.
1.
1 ·11
muuung SK11J.S.
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An Evaluation of International Nursing Education Using
Interactive Desktop Video Conferencing
Donna L. Waddell, Associate Professor of Nursing and Barbara A. Tronsgard, Assistant Professor of Nursing, North Georgia College and
State University

Distance learning has emerged as an accepted means
for linking students in remote locations to learning situations that otherwise are not available to them. Until recently, the only college students who could benefit from an
international educational experience (i.e., study abroad)
were those who could afford it financially and those who
could leave the country for an extended period of time.
Distance learning technology made an international nursing education experience available to a few students in the
United States (US) and England (UK). The project examined women's health care issues in the UK and the US
through the interactive distance learning medium of desktop video conferencing. The project was taught jointly by
the nursing faculty from institutions of higher education in
both the United States and England, and involved students
from both countries. Using a case study approach for discussion and dissemination of information, participants
compared health care systems. The sessions focused on
communication issues, women's health, advocacy, empowerment, and family-centered care. This article describes the
project and focuses on evaluation of its effectiveness.
Project Objectives
The intended objectives for this project included:
1. Comparing, for similarities and differences, maternal/
child health care issues through examination of nursing
expectations in each country
2. Exploring the similarities and differences in women's
health care from a patient's perspective by utilizing case
studies and critical incidents
3. Analyzing critical incidents by utilizing nursing theories
4. Developing an appreciation for interrelated and multidisciplinary women's health nursing in international
health care systems
5. Assessing desktop video conferencing as a delivery
device for an international nursing education course
Description of Students
Eighteen undergraduate students, nine from each
country, participated in the course. None had prior
involvement in distance education. The American students' ages ranged from early 20's to mid-30s; all were
white; eight were femak and one was male. The English
students were all white women and in their 20's and 30's.
All of the students received partial course credit for their
participation.
Format of Video Conferencing Sessions
The equipment used in this project was configured to

provide ease of use. The American desktop workstations
were Zenith Z-station, PC based, Pentium system, 166
MHz computers with 24 MiffiM and a 2-Gigabyte hard
drive. The videoconferencing products installed on the
workstations were Armada Cruiser 100 "Meeting Point"
software and associated hardware (a digital camera, a telephone handset, and a video card for the computer and necessary wiring). The software allowed real time two-way
audio/video connections delivered by ISON phone lines.
The computers in the UK were a different brand, but all
had a minimum of 160 MHz, 24 MRAM. All videoconferencing software and hardware were identical at both sites.
Three personal computer (PC's) were used in each
country. The original plan was for three students to share a
PC, so there would be six students participating in each
group discussion, three in the US and three in England.
Adherence to this plan was not consistently possible due to
irregular attendance patterns and some technology problems (inability to make the dial-up connection). On one
occasion there were four English students and five
American students in the same discussion group.
A total of seven video conferencing sessions was conducted. The four faculty members from both institutions
held an orientation video in which they became familiar
with using the technology and finalized the details of the
course. A concluding videoconference of the instructors
was held to evaluate the project. Each of five one-hour
teaching sessions consisted of discussion of a case study or
critical incident, which was distributed to both groups of
students the week before in order to ensure adequate time
to read and discuss the case. Discussion questions were
provided, but students asked many questions of their own
as they probed the differences in terminology, values, organizations, and roles from each health care system. The case
studies and critical incidents became increasingly complex
as the sessions progressed. Concomitantly, the students
increasingly took charge of the video conferencing time
and directed the use of it leaving instructors free to
observe the interaction, rather than to direct the discussion.
Evaluation
Evaluation strategies were developed to address the
overall project purposes. Data was collected from the students using two self-report methods, an anonymous written questionnaire and a focused group interview for
debriefing. The written questionnaire provided quantifiable data, while the debriefing was designed to promote
open discussion among the students about their experience
and obtain subjective data not otherwise captured by the
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written questionnaire. Both sources of data were examined
for consistency and distinctions among the written and
verbal responses.
To improve the videoconferences students recommended longer sessions that would allow more detailed
discussion of the case studies/ critical incidents and that
would include some of the physical aspects of care, includL11g pharmacology. Overall, t.hey felt this first videoconference experience went very well. When asked what value
their participation had for their nursing practice, students
were enthusiastic about the broadening of their outlook
about culture, health care systems, and resources. The experience made them look at the big picture, and they gained a
better understanding that context makes a difference when
making decisions. US students were adamant about the
need to increase emphasis on preventive health in the US,
citing the need for school nurses as a way of fulfilling this
need. They also cited the separateness of social services and
health care services in the US as problematic in coordinating care. The American nursing students could see ways to
improve health care here that did not necessarily mean
instituting a national health plan. Should we do it again? A
"YES!" resounded from both sides of the Atlantic.
Conclusions and Recommendations
The overall project purposes were achieved. The
instructors were satisfied with the students' increased
understanding of the two health care systems. The students also responded that use of the critical incidents and
case studies contributed to their increased know ledge of
nursing. Based on student Reponses and instructors'
observation of the sessions, video conferencing was
deemed successful in promoting cultural awareness, comparing health care systems, and promoting effective communication utilizing DTV. The case studies and critical incidents were effective devices for focusing discussion on
women's health issues and examining the complexities of
health care.
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The students' learning was primarily related to comparing health care systems and the cultural influences on
nursing decision-making, priority setting, and selection of
nursing interventions. The tremendous impact that financing mechanisms have on nursing decisions became apparent very quickly. Students discovered that financing of care
determines access to care, which has serious ramifications
for nursing and its values.
Recommendations for future video conferencing
endeavors include the following:
1. Spend the first session on introductions and sound transmission practice. Try to keep the initially formed groups
intact throughout the course. Trme was lost each week
getting reoriented to a slightly different configuration of
participants.
2. Dial up early so that all PC's are on line when the students arrive.
3. Use critical incidents written by participating students
whenever possible. When such .incidents were used, the
level of enthusiasm noticeably increased.
4. Encourage students to use nursing theory to gain an
understanding of practice, either by giving an assigned
nursing theory reading along with the critical incident or
using the debriefing session to suggest theoretical perspectives which could have been utilized.
5. Target project objectives to include: broadening of perspective, changing attitudes, increasing cultural awareness, and experiencing information technology and distance learning with the latest in telecommunications.
DTV was an effective learning strategy and could be
incorporated into more units of the curriculum.
Students' enthusiasm for using this method indicated
that extending the use of international distance learning
through DTV is a worthwhile goal. Given the benefits,
the two universities plan to continue to incorporate this
distance learning modality and to expand the number of
participating students.

I

""'"'nr·,, and Robert A. Fleck, Jr., Professor of Computer Information Systems,

Introduction
The depth and scope of the ·~~~~~•r•m' revolution has
caused a dramatic increase in the number of course delivery
alternatives. Many colleges and universities are using the
Internet to deliver degrees, courses, or course components.
If colleges and universities are to remain competitive in the
higher education market, then it is imperative that professors and administrators consider this viable option.
Developing and implementing alternate methods of course
delivery, such as distance learning via the Internet, helps
meet student needs by providing more flexible scheduling
and 24-hour, 7-day-a-week access to course material.
Internet courses can also reduce travel time and minimize
conflicts between job and home. However, the traditional
model of a University, where the professor lectures and the
student listens, is not congruent with the Internet model of
content delivery. Therefore, new course management tools
are needed.
Columbus State University currently provides instruction for selected courses via the Internet. These courses
include Technological Solutions and components of certain
courses, such as the Introduction to Computer Information
Systems. Software developed by the National Education
Training Group (NETg) and Course Technology (e-Course,
e-Test and CyberClass) were adopted for delivering online
instruction.

ence to
the task as directed and the small area
for clicking on a "hotspot."
One of the biggest frustrations in operating an Intemetbased course is student anonymity. Since it is possible for a
student to register and take a course without ever personally contacting the instructor, students may feel less responsible for their actions. Students often register for classes, but
never accessed the course material. Such students receive
failing grades at the end of the term.
Mid-term and final examinations are given online and students complete tasks in live- not simulated- programs.
Working in the active environment challenges many students, especially those who have not practiced this type of
application. In addition to the active environment, the
examinations are problem-oriented, not task-oriented. In
view of this, professors should provide problem-solving situations throughout the semester or quarter, preferably in a
live program.
If a student withdraws from the NETg Internet course,
a questionnaire is sent to identify the reason(s) for withdrawing. The most often cited causes for course withdrawals were:
1. Lack of adequate computer hardware at home
2. Job or family responsibilities
3. Underestimating the amount of time needed to complete
the tutorials

NETg
NETg is a Web-based interactive, self-paced tutorial in
a simulated environment. Preassessment and end-of-unit
mastery instruments are available for each unit. The material presented in the tutorial is modified based upon the student's weaknesses identified in the preassessment process.
Students complete each unit at their own pace, receiving
immediate feedback to responses made through simulated
conditions. Their progress is tracked electronically; therefore, it is accessible any time by the student or professor
using the proper password. The Course Manager tracks the
student's end-of-unit test scores, as well as, the number of
times accessed and the amount of time engaged.
Course information is disseminated via a Semester
Class Schedule Booklet, the CSU Web site, and through
advisors and other students. The URL is printed in the Class
Schedule Booklet beneath the course listing. Students contact the professor either by e-mail or telephone to request
the proper procedures for accessing the course and log-on.
An orientation session addresses access problems,
especially for students not familiar with down loading files
from the Internet. The NETg screen is discussed with refer-

Course Technology
The College of Business at Columbus State University
requires that all students be computer literate and proficient
in Windows 95, the MS Office 97 Suite, Internet and Web
use, and automated library software. For a number of
terms, this course was taught using a traditional lecture-discussion-"lab" format.
In recent years, students came to the class with a wide
range of skills, which frustrated attempts to define a common starting point. Program growth was draining
resources as more and more faculty were being allocated to
the skills course and away from other tasks and courses. It
was in this environment that alternative methods and tools
were sought.
Course Technology's solution, e-Course, using the textbook, Microsoft Office - 97 Certified with Microsoft
Wmdows 95 (ISBN 0-7600-7224-8) was selected. The textbook includes a CD-ROM with tutorials for each of the MS
Office 97 products and Wmdows 95. The tutorials on the
CD can be loaded on a local machine or run from a server.
If loaded on a local machine, the tutorials can either be
installed with minimum disk space (which requires that the
REACHING
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tutorial CD be present in the CD-ROM drive) or fully
installed, which places all files on the hard drive. Similar
fw1ctionality is available for server installations. Selected
server installation was used because of rninirnwn disk
space requirements. This means that students must place
their tutorial CD in the drive to access and use the program.
e-Test
Artotl-ter objective was frlat testing modules provide
sufficient breadth and depth to permit testing at various
time periods without compromising test integrity. In addition, the system should have some form of pre-assessment
methodology.
The e-Test, by Course Technology, uses a simulated
environment which has the look and feel of a real desktop
environment. The testing module has adequate security features and tests are immediately evaluated. Regrettably,
those taking the test cannot use the help functions in the
software package and the instructor cannot tum off the
exam once a student has started it. Those wishing to limit
the amount of time a student can spend taking an exam cannot do so. Each exam however was usually completed within 40 minutes.

CyberClass
CyberClass is a software package developed by the
HyperGraphics Corporation (www.cyberclass.com) to support Internet-enabled delivery of course material.
Templates are easy to use and content can easily be modified. Our first experience required about one hour to create
a working Web Site. A password is required to access the
site or chat area. A hard copy of the course syllabus and calendar \Vere distributed L11 class to reduce the cost of prl.._._riting, and because students clearly did not want to continuously log on to review calendars and assignments. The
online submission of assignments by students worked well,
however, grading e-mail assignments was difficult and
inconvenient.
Evaluation
Internet and self-paced instruction are viable alternative course delivery methods where technology is a driving
force. All methodologies presented have advantages and
disadvantages. The key to successful selection, adoption,
and use of any of the tools discussed, begins with a clear
assessment of institutional needs, student capabilities,
resource requirements, and instructional objectives.

Interactive Electronic Laboratory Reports for Freshman
Chemistry
Myung-Hoon Kim, Professor of Chemistry, Georgia Perimeter College

Background
The importance of experiments in a laboratory class in
science and engineering curriculum cannot be over-emphasized. Unlike in lecture classes, in which students are mostly
passive, listening and taking notes, lab classes provide students an excellent opportunity for full class participation in
the lab activity; hence, they can benefit from active learning.
Laboratory classes are also excellent in promoting collaboration among students, when an experiment is carried out as a
team effort. Providing laboratory classes occasionally presents a problem, especially in a smaller college setting where
resources are rather limited. One particular problem is that
both writing and grading of lab reports are often tedious and
time-consuming processes. This is particularly evident when
the analysis of data involves extensive calculations, because
examining data and calculations is often the slowest part in
the grading process. In major universities, man-power to
process lab reports is not a problem because of availability of
graduate assistants. In a smaller college setting, however, faculty/ staff members have to spend about eight to ten hours (a
10
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full day of work) per week grading 40 to 70 laboratory
reports. Therefore, an electronic method of grading can be
very beneficial because of its speed. Such a method has
recently been developed and presented here.

Organization and Grading Method of the Electronic Lab
Report
At the Georgia Perimeter College (Dunwoody Campus),
students can take an electronic lab report interactively with
any of the sixteen cluster computers in an open computer lab
on campus. The computer program for the Electronic Lab
Reports (ELR) is organized as follows:
Part I asks for a name, an ID number, and a lab section ID
of a student.
Part II asks questions on basic concepts, fundamental
principles, methods employed, and related mathematical formulas and chemical reactions regarding that particular experiment. Credit is given for each correct answer.
Part ill asks for entry of ravv data, several intermediate
results of calculations, and key results from calculations.

Part IV examines whether or not the raw data is in areasonable range. It also crosschecks whether or not the calculations and the results are consistent with the raw data. If not,
the program
Part V asks
of
sources of errors, and conclusions. Answers for several preare also
lab and
the one wit.h
two trials of an ELR are allowed.
the higher score is counted.
of Written and Elecl:ronic Lab
Written laboratory reports, in general, are time-consuming to write and grade. Feedback to students can take one to
two weeks or even longer. Grading can be subjective depending on instructors or graders. Grading can also be inconsistent, even with the same instructor. On the other hand, electronic lab reports are time-saving for both students and
instructors. Feedback is promptly done within days. The
grading with a computer is absolutely uniform and impartial.
Electronic reports are also environmentally friendly because
they save reams of papers, hence trees.
A Brief History
It is informative and interesting to glance at how the
implementation of ELR has evolved at our campus with the
new emerging technologies:
Fall 1994: First, two ELR programs were written for two
lab experiments. They were installed in four separate IBM 286
PC's without any network connections in the Chemistry
Laboratory. We observed frequent congestion at the computer stations in the lab as there were no time limitations on each
report. Although it normally takes 15 to 20 minutes or less for
an average student to finish, occasionally it took more than
half an hour for a less- or ill-prepared student to finish the
ELR, thus tying up the computers.
Spring 1995: A total six of fourteen lab reports was converted into the electronic form. A time limit of 15 minutes had
to be imposed to free the computers. Because of the lack of a
network, each program for a different lab experiment had to
be installed separately in each and every PC whenever a program was revised or updated. Grades for each lab report had
to be retrieved by physically accessing every one of the four
computers. The lack of a network among the four PC's presented a big maintenance problem.
Summer, 1995: All four chemistry lab PC's were upgraded with four 486 PC's with the addition of a file-server. These
five PC's were networked with the Wmdows for Workgroups

3.11 Operating System (Microsoft). Although this implementation of ELR's under the LAN environment made maintethe computer stations were
nance much easier and tidier,
often
because of the limitations of
resources.
1995: Twelve out of fourteen lab
were converted to ELR format.
Wmter, 1996: As most of the PC's in the entire college
became networked
Et.hernet Link and Tl Cable) at the
end of 1995, the program modules were moved and installed
in a campus-wide server (named "ACC-NOl" Server).
Students were now able to access the ELR from any of the sixteen duster computers in the open computer lab. This provided us with a total of twenty computers accessible for
Electronic Lab Reports. Therefore, it was possible to extend
the time limit of each ELR to 20-25 minutes, at the request of
students.
Fall, 1997: The cluster computers were upgraded to
Pentium 200 with Windows 95. The ELR program became
one of the commonly used software packages at the
Dunwoody Campus.
Fall, 1998: As the University System changed from the
quarter to the semester system, more experiments were
added to the lab courses. Now sixteen out of twenty lab
reports are in the electronic form.

Conclusions
The ELR System saves time for both students and
instructors. It also saves other resources, requiring no paper
input/ output. Students save time by bypassing the wordprocessing of written reports, hence find more time for study
and other work. Faculty members spend less time grading,
hence finding more time for other work. The grading is standardized. Therefore, the implementation of electronic lab
reports in other fields, such as in math, biology, physics and
engineering, is encouraged because of its efficiency.
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Catherine B. Price, Professor of Curriculum and Instruction, Valdosta State University

Are your students able to articulate their ideas? Are they
good problem solvers? Can they relate their experiences to
problems presented in class? TI1ese were some of the questions that guided the search for a motivating way to promote student communication skills and improve problem
solving. The "find" was the incorporation of letter writing in
problem-based learning. The purpose of this article is to discuss problem-based learning (PBL) and how letter writing
can be used as a PBL strategy.
Wrestling with ideas and trying to put them into words
are absolutely critical if students are to become better problem solvers (Perry et al, 1993; Stem, 1993). Letter writing,
whether traditional or electronic, can be used to help students become more thoughtful and analytical problem
solvers by giving them practice in articulating their ideas
with respect to problems and how to solve them. Assigning
letter writing on real issues to real (or fictitious) people such
as policy makers, authors, scientists, newspaper or journal
editors, etc. allows instructors to follow recommended principles for facilitating problem based learning.
Problem-based learning is real-life questioning for reallife learning. The goal of PBL is to transfer learning to the
world outside the classroom. The learner uses previously
mastered information and/ or skills to reach resolution of a
challenging, real-life problem and, through this process,
arrives at a higher level of understanding. (Heinich, et al,
1996). Through the use of PBL, instructors encourage students to generalize, apply, and transfer what they know to
problems in novel situations inside and outside the classroom.
The general, five-step problem-solving model -- identify the problem, represent the problem, select the strategy,
implement the strategy, evaluate the results - is one model
employed in PBL. Within the framework of this general
model, teachers can facilitate problem-based learning by following these five principles (Kauchak and Eggen, 1998):
1. Present problems in meaningful contexts. Placing problems in concrete contexts improves problem-solving ability
by helping students see how problems relate to their experiences (Mayer, 1992). Relevance is a major factor in motivation to learn.
2. Present a variety of examples. Examples are essential to
learning concepts, generalizations, principles, and problem
solving (Reed, et al, 1994). Expertise in problem-solving is
developed by experience gained through practice with
diverse examples.
3. Discuss problems in detail. One of the most common
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weaknesses in problem solving is that students don't get
enough practice in articulating their ideas. Writing in detail
about problems increases understanding (Perry, et al, 1993).
4. Provide scaffolding for beginning problem solvers.
Instructional scaffolding is support teachers provide that
helps learners develop a skill. When appropriate instructor
support is provided as beginners first use a problem solving
model, students require less assistance from the teacher,
require less time to solve problems, and develop more accurate solutions (Carroll, 1994).
5. Provide practice in complex problem solving. Real-world
problems often are more complex and require more work to
be solved. Experience in solving complex, real-life problems
is important for developing problem-solving expertise and
positive attitudes toward content (Cognition and
Technology Group at Vanderbilt, 1992).
Letter writing is an excellent (and simple) teaching tool
to follow the above principles for facilitating problem-based
learning. This strategy can present problems in meaningful
contexts by having students write to city leaders or newspaper editors recommending solutions to environmental or
other local problems. It can present a variety of examples by
having students write letters as responses to various case
studies. It can require students to discuss problems in detail
by having groups come to consensus on the contents of letters reacting to problems/solutions given in state of the
union/ state addresses, professional journal articles, or scientific reports. Letter writing can provide scaffolding for
beginning problem solvers by giving concrete samples of
student thinking for feedback from the instructor and for
students to self-analyze and revise. The strategy also can
provide practice in complex problem solving by writing
about solutions to real-life problems that students or instructors identify. The possibilities are endless.
Over the last few years, faculty in our department have
incorporated a variety of letter writing applications into our
undergraduate and graduate courses. This strategy has been
used to teach general problem solving strategies, to enhance
problem solving skills, and to assess application of concepts
and principles. Assignments have included letters on local,
state, and national issues; on content of texts and literary
works; and as decision-making scenarios/cases. Students
have written letters (mailed and unmailed) to real and fictitious newspaper and journal editors, politicians (local, state,
and national), authors, and scientists. Both undergraduates
and graduates have found the letter writing assignments to
be motivating, relevant, and challenging.

I

Nancy L. Gallenstein, Assistant Professor of Elementary and Early Childhood Education, Kennesaw State University

Often we hear
students make comments
such as, "Why do I have to learn this?" "I'll never use
this!" Or, "I can't remember the rule." Students often generate these comments when learning and doing math
because they do not always understand the relevancy and
significance of math.
realize that acquiring reading
skills can result in additional knowledge; and with knowledge of history, they can possess an understanding of how
the past influences the present; and, that knowledge
acquired through experiments in science can often lead to
new discoveries and inventions. But, elementary students
often see math as boring and meaningless. This article will
discuss a teaching model that promotes discovery as well
as relevancy of math concepts. This model is called the
learning cycle lesson format.
The learning cycle lesson format originated in the
early 60s as the teaching model used in the Science
Curriculum Improvement Study (SCIS) program. The
launching of the Soviet satellite Sputnik in 1957 resulted in
considerable funding provided for mathematics and science education programs in order for the United States to
remain competitive in the space race. The SCIS program,
having the greatest overall effect on student achievement,
was one of numerous innovative science programs that
resulted from this funding. SCIS was directed by Robert
Karplus, field tested during the 60s, revised during the
70s, and is still in existence today. The goal of the SCIS program is to help learners form a broad conceptual framework for understanding science through exploration and
discovery while taking ownership of concepts (Martin,
Sexton, Wagner, and Gerlovich, 1997). The SCIS program
emphasizes both process and content as students explore
and discover concepts while the teacher acts as a facilitator and guide.
The original learning cycle model from the SCIS program consisted of three distinct phases: Exploration,
Invention and Application. The Exploration phase was
activity oriented and permitted learners to explore learning materials or phenomena. The Invention phase guided
learners toward concepts by gathering results of their
observations to invent ideas that assisted them in understanding their exploratory experiences. The Application
phase provided opportunities for learners to broaden their
experiences by using newly formed concepts in context
(Martin ET al, 1997). The current SCIS program, also called
the 4 E model, includes four phases: Exploration,
Explanation, Expansion, and Evaluation. Since the learning cycle lesson format was introduced, many renditions
have been created.
One leamLTj_g cycle rerldition is t.lte 5 E modeL \A/hen I
began teaching in the early 70s, I used the three phase SCIS
program model for teaching science concepts to elemen-

tary students. Today, I experiment with the 5 E model for
teaching ECE 4401 Teaching Mathematics in Early
Childhood Education. The 5 E model includes five phases: Engagement, Exploration, Explanation, Expansion and
Evaluation. The Engagement phase acts as a motivator or
focus for each lesson. For example, the teacher asks a
question, presents a discrepant event/ scenario, and/ or
shares a picture/word that initiates thinking on the part of
the learners. This phase can also be used to assess students' current knowledge base. As students respond to the
motivation phase, the teacher can gradually move forward to the next phase, Exploration. During the
Exploration phase, the teacher provides concrete experiences in order to stimulate learner disequilibrium and foster assimilation (Martin et al, 1997). The teacher I instructor
provides basic instructions for material use and then
allows learners to explore and discover concepts while
manipulating materials provided. The Exploration phase
is learner-centered. During the third phase, Explanation,
the teacher, through questioning, asks learners to provide
information they have collected during the exploration
phase. At this time, the teacher guides students in processing and mentally organizing their discovered knowledge. The concept is then constructed cooperatively and
an appropriate label for the concept is applied. Although
often used within the social studies curriculum, Hilda
Taba and her associates promoted questioning strategies
appropriate for the explanation phase that identify what
students have learned as a result of experiencing an event.
Taba's questioning strategies encourage all students to
participate in discussions. Questions such as "What comes
to mind when you think of
?" "What did you
think of when you heard/ saw
?" "Why did
your group
in that way?" and "What conclusion(s) could we draw from our investigation?"
(Martorella, 1998). Such questions during the explanation
phase encourage openness and challenge students' thinking. Next, during the Expansion phase, the teacher provides learners with an opportunity to expand their newly
acquired concept(s) through additional explorations and
experiences. Concept labels are used and knowledge is
applied to real-world experiences and/or career awareness instilling relevancy for math concepts. Although listed as the fifth phase, Evaluation occurs throughout all
phases of the 5 E model in the form of teacher I student
questions, discussions, interviews, teacher created observation checklists/rating scales, and/ or student presentations or projects. Both informal and formal assessment can
be included as part of the evaluation phase.
The 5 E leamL11g cycle model has provided ECE 4401
math methods students with opportunities to discover
and understand early childhood/ elementary math conREACHING
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cepts. As a result, when learning occurs,
teachers take
of math
and appear to feel
more comfortable with their mathematics abilities as
'",..,,,,,,.,n of math conwith their classmates. An
the 5
E model in ECE 4401 involves

children and adults. With the use of the 5 E model, uniexplore and discover number
use of

nn><.:P1r\/H'f-'

\Alhen
the 5 E
nity to draw on their prior knowledge and discover math
operation interpretations on their own. As a result of their
explorations with manipulatives, through instructor guidance, university students based on their perspectives
define concepts and suggest appropriate labels. To their
amazement, their definitions are accurate and as a result,
a strong sense of conceptual ownership occurs. At this
time, mtiversity students are provided with additional
opportunities to expand their ideas reinforcing their conceptual understanding. Furthermore, students have an
opportunity to share how they actually use discovered
math concepts on a daily basis. Careers utilizing defined
math concepts are also discussed providing a strong sense
of relevancy.
A more specific math example would be understanding rational numbers, which is often challenging for both
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tional ex1oe1·1e11ce·s
ties to tie rational number
ences and career opportunities such as
hourly wages, track
gardening, medicine,
and field events, scale drawings, measurement, probability, statistics, graphing, and the stock market (Sheffield and
Cruikshank, 1996).
Although the learning cycle lesson format originated
to increase the effectiveness of teaching elementary science
concepts, I have found it to be an extremely effective
model for instructing university students in ECE 4401
Teaching Mathematics in Early Childhood Education.
Hopefully, as students at all levels define and take ownership of math concepts through exploration and discovery
utilizing the 5 E learning cycle model, they will develop
solid links to real-world experiences and career opportunities, creating a strong sense of relevancy. If so, perhaps
students' questions concerning the value of math will then
have been successfully addressed.

Reality Check: Does the MPA Deliver?
Ulf Zimmermann, Director of the Master of Public Administration Program and Ardith Peters, Assistant Professor of Criminal Justice,
Kennesaw State University

Introduction
Kennesaw State University started its Master of Public
Administration (MPA) program Fall, 1993. As the degree title
indicates, the specializations usually focus on various areas
of governmental administration. And we do that. But in
addition we began the program with what was then still
quite a novel specialization - nonprofit management. Next
to governments themselves, nonprofit organizations have,
after all, long been the other chief channel for the delivery of
public and social services, as aptly documented in Partners
in Public Service by Lester Salamon, a leading scholar in the
field. Indeed, in an era of devolution, as exemplified by welfare reform, these ties are likely to become even stronger. It
therefore behooves managers in nonprofits as well as in government to understand better how the other sector operates.
To put it in the simplest self- but also public-serving terms,
nonprofits need to know about government in order to get
the most from it for their constituents while governments
need to know about these nonprofits to ensure that the larger public's needs are met most effectively and efficiently.
Accordingly, we believed that practicing and prospective nonprofit managers would benefit from an MPA core
curriculum as well. During the course of the academic year,
1995-96, the nonprofit specialization courses were taught for
the first time. Since such coursework was so new that relatively little was known about what real utility it had and
how well it fit with the actual needs of practicing nonprofit
managers, and since its connection with an MPA core was
likewise going to be new to them, we thought it useful to
survey such executives in our service area. To see how they
thought the two curricula - MPA core and nonprofit concentration - might meet the needs of their prospective
employees and future executives, we let our investigation be
guided by the following questions:
A. Do nonprofit executives value the knowledge and skills
represented in the MPA core curriculum? Are these the
skills and knowledge they look for in prospective
employees? What other knowledge, skills, abilities, and
traits do they look for in prospective employees? Do they
find enough employees with these qualities?

B. What can and should we do to make our curricula meet
their perceived needs better? How can we better "market"
both our program and its graduates to nonprofit employers? How can we mediate between their perceptions and
our offerings?
This last question emerged from our study, which
showed that it's not just a question of finding out what they
need and adapting our offerings accordingly. It turns out
also to be a question of "educating" them as to what we can

actually offer them. Part of the reason for this is that there
have not long been any systematic educational programs for
nonprofit managers.
Methodology
To get answers to the earlier questions about our curricula we used the most obvious method. First, we listed
slightly condensed descriptions of the MPA core courses
and the nonprofit concentration courses (cf. KSU Graduate
Catalog) and asked respondents to indicate the level of
importance they attributed to the course on a Likert scale,
ranging from "not at all" to "essential." Second, we listed
the types of knowledge and skills that are actually conveyed
in those courses and asked for the same rating. This gave us
a cross-check on the value of the course contents.
Using the United Way's HELP Book, a guide to human/
social service organizations in the greater Atlanta area, and
the FAST Book, a similar guide for Cobb County, we targeted 235 nonprofit executives and received 74 completed questionnaires back for an acceptable response rate of 31 percent.
Responses represented a wide array of organizations, both in
services and in size. The respondents themselves were, for
the most part, the chief executives (44 out of 74) or directors,
deputy directors, or coordinators (23) of the agencies.
Results
The following table sums up, in rank order what percentage of respondents deemed MPA core courses and nonprofit concentration courses to be "very useful" and "essential" (combined) to successful nonprofit management,
which we will term "ratings."
Core course
Rating
Budgeting ......................................................... 91
Analysis and Evaluation ................................ 84
Organization Theory ...................................... 82
Public Administration .................................... 75
Ethics ................................................................. 70
Government Relations ................................... 66
Research and Computers .............................. 56
Concentration
Rating
Leadership ........................................................ 89
Managing Staff and Volunteers .................... 86
Fundraising and Development ...................86
Finance .............................................................. 74
Philanthropy ................................................... .50
Contemporary Issues ................................... ..48
These results indicate a preference for that which is practical
and of immediate day-to-day use. In the nonprofit concentration, People Skills get the highest rating, with Leadership
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Staff and Volunteers at 86.

this is the case because roc•r>r•nf11on
as immediate and
resources, as
to the arcane finance.
Philanthropy and
ings either because, as in the above,
do not see
them as related to
operations or, because
believe they know enough about them from their own work.
We would extend that
to the response to Ethics.
There is a certain assumption that people in this field are
particularly ethical (a point to which we will return).
While the ratings of the courses qua courses are thus
somewhat ambiguous, the ratings of the skills actually
taught in them are much more clear-cut.
u~ •.,~~~c

SkillJKnowledge
Rating
Managing staff ................................................. 98
Leadership ........................................................97
Managing change ............................................ 94
Team-building ................................................. 93
Community relations ..................................... 92
Planning objectives ......................................... 89
Writing .............................................................. 89
Budgeting ......................................................... 88
Ethics .................................................................87
Boards ...............................................................86
Program evaluation ........................................86
Strategic planning ........................................... 86
Analysis ............................................................84
Development ...................................................84
Finance ..............................................................83
Fundraising ......................................................83
Public speaking ............................................... 83
Managing volunteers ..................................... 82
Marketing ......................................................... 82
Organizational behavior ................................ 79
Personnel ..........................................................78
Volunteer recruitment .................................... 74
Computer skills ............................................... 70
Grant sourcing ................................................. 69
Government policy ........................................ .56
Government contracts ................................... .51
Accounting ...................................................... .50
Tax issues ......................................................... .46
Here, too, the "A-rated" skills (90+ percent) are the people
skills. But it's important to observe how, once the courses are
disaggregated into skills, ratings rise. Although only 74 percent thought a course in Finance important, quite a few more
(83 percent) deemed it important to have skills in finance. To
us that meant our courses are really teaching what nonprofit
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managers
and it becomes an issue of
On the other
the
between the
of ethics on the two sets of
issue. The fact that
rate
as such, very
(87
but don't consider a course on it
to us that they don't feel
need the course because they consider themselves ethical. But it also indicates that we need to teach the course to
i\nd that
those who
to go into
goes for the ratings of things like volunteer recruitment (74
percent), grant sourcing (69 percent), and government contracts (56 percent). Practicing managers already have those
things under control, but clearly prospective ones need to
learn them. A repeated lesson for us is, thus, that we need
to market what we actually deliver in these courses more
explicitly, and to educate nonprofit executives about what
we do. We get a chance to do such marketing and educating
when area nonprofits call us to do, say, a program evaluation so that they can demonstrate their success and be
awarded further funding. It is at this point that they discover that if they hired our graduates they would have such
skills in-house.
When we asked respondents to identify other skills or
traits flexibility and problem-solving were the most frequently cited. We address both of these throughout the program by continually throwing students into new situations,
with new "co-workers" and new problems to solve, through
our strong emphasis on using the case method. This also
enables students to develop leadership skills along with
team-work ones. Our emphasis on teaching critical thinking
likewise addresses this need, and it opens the way to the creativity and conceptual thinking many other respondents
called for. Patience was another quality called for, and we
try to teach this by precept and example, stressing appreciation of difference as well as of ambiguity, and practicing
patience as listeners and teachers.
Two-thirds of the respondents had difficulty finding
sufficient numbers of suitable staff, citing problems such as
lack of commitment, and too many "8:00 to 5:00" or "it's not
in my job description" attitudes. Those failings may be irremediable, but other equally important failings they mentioned, such as lack of leadership or people skills, flexibility
and adaptibility, creativity or conceptual thinking, and
(written and particularly oral) communication skills all
seem remediable and are indeed addressed persistently
throughout our program.
The best way we've found, so far, to succeed in the necessary marketing and education is by example: The students
we've sent out into the nonprofit working world have gotten outstanding reviews from their employers. And these
employers are calling us to provide interns and full-time
staff, because they and their organizations have discovered
that we do indeed provide the knowledge and skills appropriate to success in the nonprofit sector.

Applying the Theory of Multiple Intelligences
and Learning in the University Community

Teaching

Charlotte Matthews Harris, Assistant Professor and Chair of Foundations and Secondary Education, Penny L. Smith, Assistant Professor
of Early Childhood Education, and Patti M.Tolbert, D.M.A., Assistant Professor of Music Education, Georgia College and State University

Georgia College and State University (GC&SU), as
Georgia's only public liberal arts institution of higher education, strives to provide a student-centered residential
learning community that fosters excellence in the classroom and beyond and to endow its graduates with a passion for achievement, a lifelong curiosity, and an exuberance for learning. The process of conceptualizing and
operationalizing this new mission has led to the creation
of GC&SU's Center for Excellence in Teaching and
Leaming, through which dedicated faculty, committed not
only to teaching but also to inspiring learning, work collaboratively across disciplines to explore and share innovative educational approaches that will enhance student
learning and maximize student potential. As participants
in this process, we, as teacher educators, have shared our
efforts to personalize education for our students of teaching through the application of the theory of multiple intelligences (MI).
MI theory, as framed by Howard Gardner, is based on
the premise that "an intelligence is a biological and psychological potential that ... is capable of being realized to a
greater or lesser extent as a consequence of the experiential, cultural, and motivational factors that affect a person"
(1995, p. 202). On the basis of this premise and empirical
evidence, Gardner (1993) identified and delineated seven
distinct and semi-independent intelligences at work in the
human mind: linguistic, logical-mathematical, spatial,
bodily-kinesthetic, musical, interpersonal, and intrapersonal - and more recently an eighth intelligence - naturalist. There are two fundamental principles upon which
this theory is founded. Gardner purported that intelligence is not fixed; instead, we as educators have the ability to develop the intellectual capacity of our students.
Secondly, intelligence is not singular. All persons have
each of the intelligences as well as unique patterns of intelligences.
Traditional approaches to college teaching tend to
serve best those students who have highly cultivated linguistic
and
logical-mathematical
intelligences.
Acknowledging the MI perspective in theory and practice,
we employ a variety of instructional approaches in order
to accommodate individual differences and provide a
more equitable learning environment for all students. In
so doing, we provide a more personalized approach to
education. As teachers of teachers, we promote an understanding of how children differ in their approaches to
learning and encourage our students, who are preservice
and in-service teachers in P-12 classrooms, to apply MI
L~eory, as \Vell as oL~er complementary t.li.eories, by creating instructional opportunities that take these differences

into account. This is consistent with our mission, in The
John H. Lounsbury School of Education, to facilitate the
development of teachers who are "architects of change."
At the same time, we strive to model the kind of studentcentered teaching, create the kind of caring learning community, and foster the kind of teacher-student relationships that we expect from our teacher-students.
Consequently, we apply MI theory in a variety of ways to
support and encourage multiple ways of knowing and to
enhance teaching and learning in our college classrooms.
We represent knowledge in different ways and encourage
our students to do so as well.
Course requirements for a graduate course in the
socio-cultural foundations of education, for example,
included group projects, case studies, multimedia presentations, papers, and a "traditional" mid-term examination.
Approximately two weeks before the final exam, the
instructor prompted the students to reflect on their experiences in the course and think of ways they could represent
their learning to the instructor and their classmates.
Although criteria were established, the assignment was
clearly open-ended. Products resulting from this assignment demonstrated the various strengths in students' abilities. Several students wrote poetry, while another wrote a
song that he sang in class. Two students visited a metropolitan shopping mall, interviewed citizens regarding
diversity issues in education, and produced a video. Still
others chose to write research papers or construct multimedia presentations. By allowing the learners to express
their knowledge in ways that were most meaningful to
them, the instructor facilitated the creation of a dynamic
and powerful learning community.
Similarly, preservice teachers in the Master of Arts in
Teaching program are guided toward representing their
emerging professional and pedagogical knowledge in
ways that are their own. They accomplish this through a
variety of developmental and assessment activities, such
as teaching metaphors, electronic discussions, field trips,
portfolios, reflective journals, critical life histories, school
ethnographies, and action-oriented classroom inquiry projects. The critical life history assignment challenges them
to reflect on their personal views about teaching and learning and the historical development of their social and cultural identities. In addition to writing a descriptive autobiographical account, each student must create a learning
map that depicts this journey in another medium and
highlights it in a manner that allows him/her to share it
with his/her fellow students. Although the students, and
somef7.uTLCS t.1tc L"LStr\..lctors as '\veil, are L.titially uncon1fortable with assignments that provide parameters but are not
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prescriptive, value process over product, encourage collaboration rather than competition, they come to appreciate the power and the freedom of assuming responsibility
for their own learning. Knowledge flows in multiple directions, and professors and students are partners in the
learning process. We learn from each other.
Our application of MI theory in the university community demonstrates and promotes a blending of teaching and scholarship. It also puts into operation three
dimensions of Boyer's (1990) perspective on scholarship:
(a) the scholarship of integration, in that it synthesizes the
tenets of MI theory, interprets them for use in the university setting, and makes connections across disciplines; (b)
the scholarship of application, in that it facilitates a learning environment in which individual differences are

respected, the needs of diverse learners are met, and all
students can be successful; and (c) the scholarship of
teaching, in that it bridges the gap between theory and
practice and informs our teaching.
There have been many interpretations of MI theory and
how it can be applied to schooling, but the focus has been
mainly in the area of P-12 education. However, the tenets of
MI theory have implications for practice in higher education as well. By constructing multiple teaching and learning
strategies for college students and by engaging them actively in constructing their own knowledge, college professors
assist in the cultivation of an educational community that
endows its members with a passion for achievement, a lifelong curiosity, and an exuberance for learning.

The Fall of the House of Seven Gables and Other Haunted
Tales of the Gothic as a Senior Seminar
Laura Dabundo, Associate Professor and Chair of the Department of English, Kennesaw State University

Winter Quarter, 1997, at Kennesaw State University, I
taught a seminar primarily for undergraduate English
majors on British and American prose Gothic. The tenweek course covered twelve novels from the 18th century
to the present (and encompassing five Americans and four
women authors). These were the texts: Wieland by Charles
Brockden Brown, The Collector by John Fowles, The House
of the Seven Gables by Nathaniel Hawthorne, We Have
Always Lived in the Castle by Shirley Jackson, Haunted by
Joyce Carol Oates, The Fall of the House of Usher and
Other Tales by Edgar Allan Poe, The Italian by Ann
Radcliffe, Frankenstein by Mary Shelley, Dr. Jekyll and Mr.
Hyde by Robert Louis Stevenson, Dracula by Bram Stoker,
The Castle of Otranto by Horace Walpole, and The Picture
of Dorian Gray by Oscar Wilde.
The great riches of the history and development of the
English and American literary and cultural experience of
the past three hundred years can be studied usefully from
the perspective of the Gothic. The Gothic impulse is, in fact,
a particularly rich subject for a senior seminar because its
manifestations are international, interdisciplinary, and
broad-ranging. Thus students who have become seniors
can attempt in class and in long written projects to assimilate and reflect the generous span and scope of the material their major studies have presented to them. The issues
that arise in studies of the Gothic that assist these kinds of
assimilations would include the obvious, such as the
supernatural and psychological and sexual, but extend as
well into art, religion, class and economics, gender, education, social issues, the law, and many others. This complexity and multiplicity, by the same token, therefore, also contributes an additional and useful aspect to the topic.
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Scholars know that a precise definition even of just the literary identity of the Gothic is elusive. Part of the project of
this class, then, could well be to arrive at a definition.
The goal of this course, as a senior seminar, was to
enable students to bring together the skills and knowledge
of English studies, making interdisciplinary connections,
and completing and presenting orally a significant and
original research project. In addition, throughout the quarter, each student was responsible for one of the texts and
had to prepare and deliver a short seminar paper on it for
the class the day that book was assigned to be discussed.
At the end of the quarter, the students completed an inclass, closed-book, final examination, which was a single
essay designed to summarize their intellectual journey
through the course.
The syllabus set forth the following expectations:
We shall try to conduct this class as much as possible as a
seminar, which means that the responsibility for the success of it resides with the students as well as with the
instructor. Students are expected to have read and thought
about every assignment before class. For each class after
the second week, students will present short oral reports
on the works to be discussed, handing in a five-page (minimum) paper at the same time. At the end of the quarter,
students will make a longer oral presentation (fifteen to
twenty minutes) on their original research and hand in a
substantial term paper (fifteen pages or more) defending
the thesis of the oral presentation with substantiation from
published scholarship.
Ten students enrolled in the class, including two
English Education majors and a History major (who, as it
happened, was far and away the best prepared and most

serious student in the
All of the students admitted
to
been drawn to the class in the first place because
of their own
interest in the subject. The first
of class students selected the works on which
wished
not
rc.ri:rnr,cnr ""u'~'"'"u to claim his or her first choice
followed by
the stubborn Americanist roots
literature studies these days
auJL<-aicc:u. 1, a number of students
affinities for writers of whom
had
little or
Charles Brockden
Oscar
We
the course with Horace
traditionally seen as the founder of the movement, while I
students to
The Italian so that
would not
have an enormous amount to absorb after the first week
when we reached Radcliffe. The
of Walpole, of
course, amused them, and the
of Radcliffe
bogged them down. Thus, in a way, the class got off to a bit
of a slow start, reflecting changing tastes and differing popular cultures from the time when Northanger Abbey's
read the much longer Mysteries of Udolpho
in two days with his
he claims, on end the entire time
[83].
suggests that these two novels do need
to be included in a course such as this (and certainly The
Italian is the shortest of Radcliffe's triple deckers). But
""'"rr'or more accessible (i.e., more conventionally horrifying) text
be selected as a touchstone or
point,
then, a detour to
the historical foundation of the
subject. On the other hand, throughout the course, as time
went on, students found themselves in discussion and
even later in written work
to Radcliffe and
of
and contrast for the sub~~~,,~• of the Gothic
and craft.
values of Gothic for a course such as this
one is indeed the
it
for a historical
survey of both
aesthetics and conventions and
tastes. Students have
been exposed
of works from --'·••~~·M
of Gothic
similar sensibilities and
those observations. For
Romanticism or contrast fin
Frankenstein within
de siecle Gothicism with contemporaneous naturalism and
realism.
In any case, we next
in quick succession to
and then to The
Wieland, Poe's
House of the Seven Gables, and
then we were clearly
underway and moving surely and effectively through our
canon. The last named work was particularly provocative
at this point, too, because its happy ending enabled us to
consider the conventions of the genre as they appeared to
be developing and to think about whether Hawthorne

betrays the original impulse of his narrative by the striking
turn toward a comedic resolution.
What I would like to do in this essay is to mention
some of the other issues raised,
both the instructor and
students, and in general report on the experience of, I
think, a highly effective approach to teaching the Gothic
and
it in a
curriculum. I encouraged the students to apply the critical
and strategies with
which they were most comfortable to the texts they were
treating in their oral and written
presentations,
while I made certain in the discussions that alternative
and cultural
and a developing sense of the Gothic were aired and encouraged.
Fowles's book, for example, builds upon the fractured,
embedded, competing or divided narratives, and thereby
consciousnesses, like the structures earlier seen in
Frankenstein and Dracula; the Gothic, accordingly,
becomes a useful vehicle for explorations of form.
Students may or may not comment upon this development
on their own, given the natural tendency to prefer theme
over form, but they readily became adept at evaluating the
effectiveness of differing strategies of narration.
The class, too, was increasingly bemused by the context of the works in terms of society and psychology. What
did these works say about the makeup of the worlds and
of the peoples within them of the authors' own times?
Similarly, the discussion often hinged on so-called external
vs. internal Gothic; which is to say, is the problem in our
stars or in ourselves? In particular, too, frequently these
works pose questions of science and technology and industrialization, which also proved to be a fertile field for further examination, for example, in the case of the scientist
figure in Frankenstein vs. the one in The House of the
Seven Gables. And questions of class and economics matter in Fowles and Jackson, as my students discovered. On
the other hand, the class was unwilling to entertain a question I found challenging: what does publication in Playboy
say about a Joyce Carol Oates
concerning the bloody
vindication of a wife and daughters against their philandering husband and father. Such psychosexual questions
sailed over their heads. However, the students were eager
to discuss family romance and Freudian family dynamics
issues within these texts such as Poe's stories and the novels by Brown and Walpole revealed them. Society seems
particularly scrutinized in most of these works, too, and
the students eagerly pursued those threads.
The following is a list of topics on which the students
made their "short" oral presentations, most of which grew
into their longer
and major papers. One student, in
who wrote about Hawthorne, later expanded
her original paper following the class into a fonnal submission to a national convention of the undergraduate
English honorary, where it was accepted and delivered.
Other students used their essays later in support of applications for prizes and as writing samples for graduate proREACHING
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grams. Here are some of the more successful and interest"Does Frankenstein's Monster Have a
Abnormal

"Boundaries and
in The
Historical Moment in The House of the Seven \Jau11::::>." and
!JViolence as Curse or Cure iI1 the Short Fiction of
Carol Oates." Thus,
ation of these books, and one can see common
themes here rendered fre>·nc"'"
Interestingly, the student who outmaneuvered his
peers into securing the much coveted
Allan Poe for
his short presentation abandoned that much cherished
author for his longer paper in favor of the iconoclastic H. P.
Lovecraft. The rest of the class particularly enjoyed hearing
about a writer whom they had not read but to whom they
could respond as a result of the expertise and insights this
most recent survey of literature had provided them. And
that was true, as well, for the young man whose subject this
was; he chose to examine a writer whom he had previously read rather unreflectively and thoughtlessly and discovered new value and appreciation for what that author was
attempting to accomplish.
According to the students' own testimony, they learned
a great deal from the class, and I did, too, though there are
indeed aspects to the class that I might do differently, upon
which I might elaborate. For instance, I probably need to
administer almost daily reading quizzes to the class because
there was a temptation, sometimes indulged in, not to prepare as completely for classes for the discussion of which
other students were responsible. And then the discussion
inevitably sagged. Also, I might shorten the minimum
length of the long paper. Undergraduates do not necessarily know how to deal with additional limits beyond recourse
to padding and redundancies. And, a review of documentation procedures and techniques is never wasted on them.
As far as the texts are concerned, I debated beforehand
including satires of the Gothic, such as the aforementioned
Northanger Abbey or works by Thomas Love Peacock
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such as Nightmare Abbey. The last, in particular, is short
and
on a semester
as we have now
there would be
with fifteen rather than ten
of the mode. Of the books,

,,a,~1n·~t

Hawthorne's earlier tale. Students
found some of the Oates stories obscure and
I wonted to include some very current but
literate
of the genre
to hP,:t-""'
but less
In general,
and Shelley were the best received and most widely enjoyed of what the class read. Frankenstein's monster
and Dracula are ever enduring, it appears!
The students in their anonymous evaluations at the
end of the quarter were particularly enthusiastic about the
seminar structure of the class, enabling them freely to try
out and to try on ideas and interpretations and to exchange
and learn in informal and non-directed manner. And certainly the exciting nature of the research today in
Gothicism supports such hypothesizing. Many of the students expressed pleasure at reading works previously
unfamiliar to them and found the subject in general highly
provocative. Two students indicated the challenge in reading works they would not have read otherwise and learning to appreciate an alien perspective as a particular maturation stage in their education.
At the very end of the quarter, though, when we were
reviewing before the final examination, it was apparent
that we had covered so many texts in such a short period
of time that it seemed as if we had considered one great big
stew of Gothicism, a veritable Fall of the House of the
Seven Gables and Other Haunted Tales of the Gothic. That
is one way, too, in which this course would be better served
by a semester term than a quarter.
What my experience does reveal, however, is that the
Gothic is indeed a mirror of ourselves and reflects both privately and personally as well as culturally and historically.
From the Gothic, we can take the measure of our times, and
our students and our understandings can be broadened
and enriched.

I
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Amy Burt, Assistant Professor of Speech, Georgia College and State University

are
are
people with
and written communication skills
1992). Sirlce
Across the Curriculum
in 1965, growing
tance of such programs has led to the integration of
writing skills
of classrooms and
disciplinary settings
1986). Oral communication skills,
behind in
room coverage. Because most of our communication
time is spent orally,
because our students will be
gauged as competent or incompetent primarily on
their oral skills, we, as responsible educators, need to
reinforce oral presentation skills in order to allow our
students to succeed in an increasingly competitive job
market.
Because most people fear public speaking
(Goleman, 1984), and because most educators are
pressed for classroom time, many educators are reluctant to add oral components to their curriculum.
However, as with any performance-based skill, repetition and reinforcement are the keys to successfully
and consistently incorporating good oral communication behaviors. This essay seeks to establish the need
for Speaking Across the Curriculum, and will then
provide concrete suggestions as to how oral assignments can be implemented in a variety of classroom
settings.
A recent article in the Wall Street Journal noted
that lover 400 businesses who had been surveyed
named communication skill as the number one skill
they sought in college graduates (Morreale, 1999).
Other studies back this up. In1997, a group of Fortune
500 executives also named communication skills as a
primary personal quality sought in college graduates
looking for employment (Morreale, 1997).
Presentations can offer the students an opportunity to highlight their scholarship. It is required that the
students taking the basic composition course at
Georgia College and State University present the findings of their research papers orally to their classes. It
is important when we give such assignments that we
give our students clear guidelines to follow. I recommend the following guidelines: Make sure that your
students maintain eye contact. Reading a manuscript
means that they will not be able to maintain eye contact, which, in turn, means that they will be more nervous and the audience will not necessarily attend to

their presentations. Speakers who maintain eye contact are able to receive feedback from their audiences,
which can allow
to modify their presentations
accordingly. Speakers who are reading have no such
luxury and, thus,
not adjust or acknowledge
feedback (Beebe and Beebe, 1997).
audience,
I also ask that my students talk to
rather than reciting or reading to them.
Conversational delivery means that the speaker is
using language that is appropriate to the formality of
the presentation, but is delivering it in a confident way
that sounds more natural than artificial. Beginning
speakers often become a bit too casual, using many
verbal fillers, such as "um," "uh," "like," and "ya
know." This can easily be remedied through practice.
One way to make them aware of the problem is to
have a bowl in which you have inserted strips of
paper on which are written very broad topics, such as
"television." The student draws a topic, and is asked
to speak on the topic for thirty seconds without using
a verbal filler. Complete sentences are not necessary,
so students could just list television shows or personalities. This exercise makes students realize how frequently they revert to verbal fillers, and how, with a
bit of discipline, they can be eradicated.
While oral presentations seem suitable for courses
that highlight verbal ability, they are excellent in any
classroom. Kastberg (1997), describing how she uses
oral presentations within her statistical analysis classes, notes that her assignment require her students to
identify a thing or phenomenon on campus that can be
measured using statistical tools. Each group member
is put in charge of one aspect of the research. Upon
completion of the research, their findings are written
up individually, and as a group report, and are then
presented orally to the class.
I have found that group presentation can enhance
students' interest in and retention of subject matter.
After being distressed by how bored my students
were with reading A Midsummer Night's Dream, I
utilized a project I had heard about years earlier. I
asked my class of about 25 students to form groups
based on the major characters. We ended up with six
groups: Puck, Bottom, Oberon, Titania, Lysandar, and
Hippolyta. The groups were then asked to imagine
that their character was going to be a guest on a talk
show. They had one class period to develop questions, create a format, pick a talk-show host or hosts,
determine who would enact the character, and what
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parts the other group members would assume. For the
sake of Jerry Springer-esque, antics, the other group
members often take on the personas of other characters within the script. The Titania group will, for example, bring on Oberon, forcing an on-air showdown,
and will demand an explanation for his pernicious
behavior toward her. This assignment consistently
exceeds my expectations. Formerly reticent students
turn in remarkable performances as characters or
hosts, and students who seem to be asleep show a
keen insight into plot and character development.
The assignments mentioned have been predicated
upon classes containing no more than 30 students. The
instructor of large classes can also implement oral
skills by making students give short presentations,
perhaps only 30 seconds in length, in which a concept

is defined and explained. Larger classes can also be
broken into smaller sections, time permitting, which
can provide an opportunity for lively debate and discussions. Not only is this another assessment tool, it is
also a way to promote interaction between students
and faculty. Students who have participated in large
lecture classes that utilize these strategies report that
the techniques succeeded in making the class seem
like a smaii seminar (Morreale, 1998).
The ability of our students to communicate may
affect the sorts of jobs offered them. By utilizing formal or informal presentations within our classrooms,
we are provided with another tool of assessment as
well as a way to improve students' futures as employees and as community leaders.

Technology for Teachers: See It, Do It, and Implement It
John Ronghua Ouyang, Associate Professor of Education Technology, Kennesaw State University

The outcomes of the technology for teaching and
learning cannot be automatic, they are the result of a collaboration between the teacher, student, and the designer
of the technology (Poole, 1997). The question is, how can
we go beyond the fancy formats of the presentations to
obtain a collaborative result of teaching and learning. One
of the answers is to let teachers see it, do it and implement
it. Funded by the University System of Georgia Teaching
and Leaming Grant, a curriculum/technology alignment
model has been developed to enhance Kennesaw State
University's pre-service teachers' mathematics methods
course.
Curriculum!fechnology Alignment Model
The curriculum/ technology model mainly consists of
three blocks: curricular contents, technology components,
and instruction. Curricular contents include major topics
of mathematics that are required by the NCTM. They are
numeration and number sense, place value, addition, subtraction, multiplication and division with whole numbers,
concept and computation of fraction, decimal, ratio, percentage, measurement, probability, statistics, geometry,
and problem solving. Each of the topics is specified with
grade levels (K-5). Technology components are categorized
into World Wide Web resource, mathematics software,
audio and video material, and multimedia application,
plus mathematics manipulative and other instruments,
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projected or printed. Instruction bridges the curricular contents and technology components. Within the instruction
section, teachers design a lesson with specific mathematics
content that is aligned with one or multiple technology
components. The instruction includes specific and measurable instructional objectives, supportive and leamingfocused instructional activities, and a reasonable assessment plan.
Pre-service Teachers Training
Mathematics instructional programs should use technology to help all students understand mathematics and
should prepare them to use mathematics in an increasingly technological world (NCTM, 1998). To meet this standard, those involved in pre-service teachers' training are
challenged to implement innovative, effective technology
as part of the mathematics methods class. The author has
adopted curriculum/technology alignment model to provide KSU pre-service teachers with five-phases of training
in the early childhood and elementary mathematics methods classes. These are: reviewing, exploring, identifying,
developing, and teaching.
The training starts with reviewing. Pre-service teachers
are guided to review NCTM standards, Georgia's Quality
Core Curriculum (QCC) standards and local mathematics
curriculunlw 1l1e review provides t_1tem vviL.11 a global viev~r
of mathematics teaching and learning, sequences of math-
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ematics taught from kindergarten to the grade five, and
mathematics textbook adopted in the schools. With the
global view, pre-service teachers are required to observe
cooperating teachers' teaching, review the textbook, and
get to know about students in the classroom. Working with
cooperating teachers and the university supervisor, preservice teachers select a content from the mathematics curriculum at the assigned
and investigate students in the assigned classroom.
TI1e second phase of training is to explore technology
components. Pre-service teachers explore available technology in the school media center, computer lab, and
library. They search technology resources from the Internet,
examine mathematics software, and preview audio or
video and other projected or printed materials. Guided by
cooperating teachers and supervised by the university
supervisor, they select technology that will enhance their
teaching.
The third step is to identify specific instructional objectives. The objective is a specific guideline for a lesson. With
training, pre-service teachers are able to state an instructional objective clearly based on their review of the mathematics curriculum, program standards, and available technology resources. In the objective, they should be able to
state the instructional goal, learning environment, learning
performance, and expectation for evaluation.
The fourth phase of training is to develop curriculum/ technology alignment with instructional activities
step by step. The coherence of the activities is important.
Pre-service teachers may have many creative ideas; however, those ideas should be coherent to and focused on the
instructional objective(s). Assisted by cooperating teachers
and the university supervisor, pre-service teachers learn to
develop instructional activities, become familiar with curriculum/ technology alignment model, and design lesson
plans with the integration of technology. Finally, pre-service teachers post their teaching plans, including instructional objectives and assessment plan, on the Web database
for sharing.
The last phase of training is to teach mathematics in
P-5 classrooms with the integration of technology. Early
cl1ildhood and elementary education majors take the mathematics methods class in their senior year at Kennesaw

State University. This training occurs just before student
teaching. It includes a ten-week preparation and five-week
teaching practice under the supervision of cooperating
teachers and university supervisors. With the curriculum/ technology alignment, pre-service teachers teach
their lessons in the assigned classrooms. After teaching,
they can meet with the university supervisor to discuss the
effectiveness and weakness of their teaching, and can edit
their posting on the WWW if they think there is a need.
Technology for Teachers
This curriculum/technology alignment model has
provided pre-service teachers with opportunities to select
and preview technology, design lesson plans with the
appropriate technology, and teach mathematics using technology in P-5 classrooms. TI1is approach has brought cooperating teachers, pre-service teachers, and university
supervisors together to work collaboratively for effective
teaching and learning. The technology in pre-service teachers' training is therefore no longer simply the use of computers and projectors in the classrooms. It has gone beyond
the use of technology in the classroom for technology itself.
Pre-service teachers, in-service teachers and university
supervisors have aligned the technology components with
the mathematics curriculum in a collaborative effort.
The true value of technology in the integration is the
alignment of curriculum. Competency in basic technology
skills should be required for pre-service teachers.
Obtaining this competency, of course, should not be limited to one or two technology classes in the program,
although those classes are helpful, particularly to technologically illiterate and non-traditional students. However,
basic technology competency skills must be mastered
before they enter the junior and senior years' program.
Unless pre-service teachers have mastered these basic
skills, they cannot integrate them into unit and lesson planning, and adopt them in the real classrooms. For the 21st
century, it is important for us to put more emphasis on curriculum-guided technology training for pre-service teachers. Meanwhile, we must provide teachers with more flexible training modules to meet each individual's needs. Let
them see it, do it and implement it.
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Marti Singer, Associate Professor of Composition and English, Nannette Commander, Assistant Professor of Academic
Childhood Education and
Georgia State
Foundation/Reading, and
Hart, Associate Professor of

specifically, and the comments were
connected
and student-orientation: Instructor knows
fasbion.
and is available to

we have collected data from facteaching quality
Assistants and Part-time
Instructors at the
level. One of the
of
the Needs Assessment for Quality Teaching (NAFQI) deals
directly with perceptions of good teaching. At the recent
Georgia Conference on College and University Teaching, we
asked participants to complete the "perceptions of good teaching" part of the survey and to compare their perceptions of
good teaching with the results from the three groups of participants in the original study. The purpose of this presentation
was to increase awareness for perceptions of college teaching
and to engage participants in an active discussion of appropriate pedagogy for developing effective classroom teachers
among adjunct faculty, graduate assistants in particular.
Ironically, most of the participants involved in the presentation and discussion represented colleges and universities in
Georgia that do not employ a great number of graduate teaching assistants. However, the survey comparison revealed that
their perceptions of good teaching were in line with those of
the Georgia State University faculty surveyed in the NAFQI
research. For example, in the NAFQI study, the highest percentage response from faculty was a student-oriented one that
we labeled "student performance; comprehension." At the
conference presentation, six of the eight respondents (those
who turned in their surveys) mentioned the same criteria for
good teaching. Their language included such phrasing as: student performance, student learning, learning, meeting students needs for careers and skills, and student retention. Other
student-oriented responses included, students reporting a
valuable experience with the class, students willing to recommend the teacher, and
customers. The second highest
percentage of ff'Sponses by GSU faculty was concerned with a
more teacher-oriented focus. Pedagogical concerns, use of
materials, teacher characteristics and communication rated
highest in this category. Again, the participants indicated these
as criteria on which good teaching should be based. Their
remarks included: modeling knowledge, skills, attitudes for
students, ability to involve all students in learning activities,
integration of entire curriculum, etc. Another teacher-oriented category mentioned by the GSU faculty has to do with
teacher knowledge. Only two of the participants mentioned
24
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student
material
of ethics and citizencreative and resourceful teaching, and
of
instructor for students. It was interesting to note that as we
looked across groups in the NAFQI survey, students in the
original study indicated that student performance, as a category for "good" teaching, was less
as this
ry received the lowest percentage of responses. For
it appears, teacher characteristics (style) and communication
are the most important criteria, along with pedagogy and
teacher knowledge. The differences in perception are certainly
interesting.
As student learning and pedagogy were primary concerns for both the faculty in the study and the faculty present
at the presentation, the conversation shifted to a discussion of
strategies and pedagogical issues that capture student learning. Participants were asked to list strategies or pedagogy that
seemed most effective to them. The most commonly mentioned strategy involved collaborative learning. Participants
discussed emphasizing active, problem-based methods of
instruction that stimulate student involvement in their own
learning. Real world examples and simulations were suggested. Many discussed the need to transfer responsibility for
learning from the teacher to the student. In addition, the group
mentioned the importance of learning and teaching styles in
terms of tailoring teaching with these in mind. Self-assessment
and peer assessment emerged as discussion topics, although
no concrete suggestions for how to accomplish these were discovered during the limited time. Finally, several teachers in
the group emphasized the need to find ways to connect with
students as learners and as people in the classroom.
This study and presentation, then, while not resolving
any "problems" nor discovering "new" perceptions of good
teaching, served as a fomm for discussion of common concerns and interests regarding teaching at the post-secondary
level. We were all informed, once again, that as faculty we
share similar goals, concerns, and perceptions of teaching.
What we discovered as presenters is that the next discussion
needs to start here and move toward more specific means of
accomplishing these criteria as we work with future faculty.
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